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The Student: His Self-Satisfaction
and His Sense of Permanency
By JOHN BEVAN

Among the joys of being an Academic Vice President is the opportunity it affords to talk to young persons, to hear about their plans
and aspirations, to engage in dialogue about "becoming" and sometimes about the very "ground of being." One such c9nversation was
my pleasure only a few weeks ago as I visited with a Davidson student
who info1med me that he was a Classics major. With raised eyebrows
I asked, "Why ClaS'Sics?" As a grin spread across his face, he replied,
"Because it has come to my attention that in this field there is unusual
opportunity; so few are going into it." He had deciphered the meaning of my querulous expression. I had been concerned about his
professional future and my facial twitchings had betrayed me. "The
real reason," he said, "is because I enjoy the Classics, I am happy in
the Classics, and right now I am a bit more concerned about seeing
myself in the light of manhood than I am in the reflections of manpower." Somehow his confidence reminded me of Dante's Ulysses,
a t the Pillars of Hercules, exhorting his companions to go on. "You
have your lives not so you may live like beasts, but rather that you may
strive for fame and knowledge." My spirit rejoiced and was exceeding
glad for at that moment the future was intact.
In the quiet of my study and in the humdrum of my office, I am
reminded that those of us in higher education are constantly dealing
in futures with a view to humanizing humans. We are continuously
forecasting and 1975 is not the most favorable time for gauging any
forecast. Only a few years ago economists were predicting marvelous
advancements in our GNP, but somehow they neglected to enter
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into their calculations energy and food shortages that have carried
everyone headlong into an extended period of double-digit inflation
and sent the stock market bobbing and reeling. But how could they
have known? Then again, who in the late twenties would have guessed
we would be refiguring our figures in the late forties to include nuclear
energy, antibiotics, jet propulsion, and transistors? Or who would
have guessed in the forties that in the seventies the United States
would be wholesaling armaments and nuclear power plants in the
name of world peace?
It was only seven years ago that Glenn Seaborg, while addressing
the student body of Howard University, spoke confidently of the
ramifications of the Cybernetic Revolution, i.e., the extensive adaptation of computer equipment to industrial, economic, and social activity. Implicit in his projections was the setting up of a system of local
computers, district and regional computers, national and international
computers, and conceivably an ultimate computer which would translate the rudimentary expressions and chart the destiny of the lesser
computers-a computer that would let us know where aH other computers were leading us. Also implied in the advent of the C ybernetic
Age was a new posture for man and society, a posture enshrined
in a multitude of new freedoms, namely, the freedom from work, the
freedom from ignorance, the freedom from thing orientation to human being orientation. Creative man, bound by the chains of work
and the circumstances work creates, would be set free finally for
leisure and in turn set free for other persons. It was inevitable in the
encroachment of this age that slavery, poverty, revolution and war
would diminish because persons would have time for persons and the
cephalopod-like computer would forestall strife through its capability
to identify latent and potential problems before they had the chance
to become manifest.
Seaborg went on to say: "Let me be quite realistic as I turn to
the one force which I believe can do most to help us understand ourselves in society or help us create and fulfill the highest goals which
a Cybernetic Revolution might offer. I believe that force is education
and that the university should play the leading role." He concluded
that in the short decades ahead, there must be a huge re-evaluation of
the goals and values of our society and it will be in our universities
where such a re-evaluation takes place.
Could it be that Mr. Seaborg is seeing those short decades· ahead
more clearly than most of us wish to? Could it be that students are
beginning to feel most intensely those forebodingly short decades
ahead? Could it be that our colleges and universities are entrenched
in a program compatible only with the fleeting industrial age, a program which has overstressed microscopic specialization and competence at the expense of humanistic excellence and the skills of being
6

human beings, a program which students suspect is preparing them
for an even greater struggle down the road?
Since we have mentioned students, it might be pertinent at this
point in our discussion to examine the recent findings of Yankelovich
and Clarkl on how students in the 1970's see themselves. Their data
indicate that today's students have had it with social reform; that
they are preoccupied with career and self-fulfillment choices; that they
are in a search for new norms; that they are changing their attitudes
toward work and seeing differently the role and importance of money
in defining the meaning of success; that they are realizing there must
be more to life than making a living, i.e., struggling to make ends meet
and being concerned with the needs of others. These researchers report
young people today are attempting to consolidate their private values
and synthesize them with career goals, perceptibly more aware that a
marriage between the desire for personal fulfillment and a successful
career is not nearly as impossible as might have been conceived by
"job-success" oriented graduates of the 1950's. Nor does career fulfillment mean matrimony and a family. More likely this new
breed will focus on challenging work, the freedom to express itself,
and more time for outside interests. The emphasis even now seems to
be on self directed-self expression, creativity, self development, physical
well being, self fulfillment both on and off the job. Their report concludes that the current desire for new alternatives is strongly buttressed
by the value structure and emerging cultural patterns of a new generation; conceivably, I would add, an emerging generation of Americans
more closely attuned to the liberal ,! earning tradition than recent
generations.
There is another glimpse we cannot ignore, one contributed by contemporary social philosophers who seem to have a firm grasp on the
time capsule. In the short decades ahead, according to them, we
Americans will be characterized as urbancentric and mobicentric, i.e.,
we will live in denser population bands and move about frequently
from location to location within the population mass. This being the
case, and for the sake of maintaining our sanity, we will be obliged to
learn how to develop intense and deep human relationships quickly,
to learn how to enter a group and leave that group feeling not as an
interchangeable part but as a unique and genuine entity, and to
learn how to share roles that build satisfying experiences which provide sustenance and enrichment. For such persons, persons who move
every four years to different and possibly distant locales, a sense of
permanency must develop in something other than the land, or a
place, or even a country. The center of stability may have to be in a
conviction, in a commitment, in a set of ideas. We may have to be1 Yankelovich, D. and Ruth Clark. "College and Non College Youth
Values," Change, Vol. 6, Number 7, September 1974. Pages 45-46.
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come more value conscious and from within that framework struggle
to find new modes of adaptability. Existence may have to be defined
more in terms of experience than data, less objective and more open
to confrontations and feelings. We might have to become more tolerant of uncertainty without losing our posture of intellectual mastery,
or without fear of losing identity, or without fear of the adaptation
process itself which could make us agents of change, as well as subjects for self-discovery. Maybe this comes about when we take time
for people and as human beings come to realize that what we become
is determined by interrelationships, i.e., actions toward people, away
from people, or against people-observing ourselves as participants in
social evolution, resource persons tolerant of relevant irrationality and
irrelevant rationality. Very likely we will be obliged to develop our
interpersonal competencies so as to deal with information overload, to
cherish persons for what they are instead of what they have and know,
to be able to love everyone without knowing everyone or needing to be
loved by everyone. Maybe we will come to enjoy our environment, as
someone has said, because we are "living with it, not just in it." Maybe
after several more episodes of "brinkmanship," it will become fully
revealed to us that what persons believe about the basic nature of man
is basic for all planning for all time.
Dealing in futures is a risky business. Where in society is the vehicle
for making things happen as they should happen? Dare we take Glenn
Seaborg seriously in his suggestion of the need for a re-evaluation of
society's values and goals? Dare we agree with him that the vehicle
for such an evaluation is the college/the university? Why not? Can you
think of any of society'i, institutions more suited to engage in such a
gargantuan undertaking? The college or university is a multi-faceted
organization which has a specific social purpose. Its many segments
and groups have differing but coordinating functions related to communicating knowledge, to discovering knowledge, and to using knowledge either in the services of those within the institution, or beyond
it to related peer cultures, or in the service of those in society at large.
Think of the liberal learning setting in particular. The liberal learning
or liberal arts setting has been viewed as a group or groups of persons,
sometimes living together and sometimes not, sharing a common interest in communicating and developing certain concerns and skills: to
know how to understand not just how to think; to distinguish fact and
interpretation, probable and dubious, the descriptive and normative;
to be sensitive to all the basic levels of meaning in human experiencethe aesthetic, the sacred, the scientific; to translate everyday rhetoric
in such a way as to be moved by what is tragic, pitiable, and honorable; to feel release and constraint, accomplishment and disappointment; to foster truth and to admit error; to discover the dignity of
honesty and the corruptibility of falsehood. These skills and concerns
8

are fostered under the tutelage of mentors whose visions relate ideas to
life and knowledge to wisdom in the hope of instilling attitudes productive to the enhancement of humanity. These institutions we characterize as truth telling, truth seeking institutions and what is important is what truth they seek. Hopefully, their focus will be always
on the search for the truth of meaning, i.e., the meaning that grows
out of our knowledge and understanding of human relationships, human problems, and human destiny-the truth telling of persons that
forms the basis of a common humanity and reinforces the vital selfrenewing processes necessary for the survival of any society.
Suppose Seaborg is right when he concludes that the computers,
the master instrument of the emerging technotronic society, will assure an existence in which leisure gradually displaces work. What is
what when work is no longer the dominant concept and its structures
the cohesive force? Who is the good person and the good student then?
What value system pertains then?
Suppose the social philosophers are right in their prognosticating?
What educational model is apropos in such a situation? Maybe it is
one in which the student in his pursuits is mobile, i.e., arriving, doing,
leaving on some sort of a self-determined regular basis. Maybe this is
the new meaning of collegium or the new interpretation of the Psalmist's song, "How good and how pleasant it is for brethren to dwell
together." M aybe out of this arrangement is born a greater concern
for community and concern for individuality. In this arrangement
there is most likely much conceptionally new to be unearthed. One
thing is certain: students and teachers ,Jive in the same world, are exposed to the same problems, and if they are responsive to the tasks
in which they are enjoined, will know that they cannot succeed unless
they work side by side with some clear understanding of what they
are t1ying to achieve. Together, at least for now, they represent a community-a community which will be constituted sometimes by friendly
dialogue, and sometimes by aggressive confrontations, but in either
case the community about which only one thing may be predicted with
certainty, namely its permanence. This is the case even when the tradition of a sharply circumscribed campus must be abandoned; or the
tradition of a fixed age group to be educated must be abandoned; or
the tradition of the classroom as the principal focus of instruction
must be abandoned; or when self designed programs are given precedence over catalog prescribed programs, or when faculties include
competent persons who have gained their knowledge by avenues other
than those prescribed and ceremoniously protected.
In dealing in futures , whose truths or half-truths should we endorse? I guess we're always safe in being eclectic. The problem is
time- the short decades ahead. Furthermore, one observation is clear
to all of us, i.e., the students now in institutions of higher learning will
9

be the citizen& rising within twenty-five years to control society. For us
in higher education, the fact of the matter is those short decades ahead
are now. And if this fact is not productive of acute manifest anxiety,
then we are insensitive to our mission and victims of a dehumanizing
process that has already infiicted its paralyzing venom.
But let us assume that now represents the next ten years. What
elements within academe must we focus, emphasize and exploit? In
brief, I would suggest three.
The first is the questions we ask as truth telling, truth seeking
practitioners. We must commit ourselves anew to stressing the importance of programs designed to prepare students to cope with the
problems which the world in its chaotic semblance belches up and
spews out. While preparing students for professional employment is
important, it is more important to help them ,learn how to deal with
the vital questions which can no longer be treated as mere pedantic
exercises. The answers to "Who am I? Who were we? Where are
we going and from whence have we come? What can we believe?
are crucial to the issues they face. What is requested here is not a
reformulation, but a re-emphasis and rededication to the implementation of that dialogue which by definition identifies all persons pursuing truth, self-discovery and self-actualization; i.e., persons seeking
a set of tenets pivotal to coping with life circumstances.
In an institution plagued by diversity, it's important now for us
to rediscover our common language, common voice, and common
purpose [the humanizing of humans]; to emphasize not only productivity, but the role of imagination, fantasy and will in the transformation of persons and society; to give testimony to the satisfaction of
adventuring in a continuous dialogue and search; to inspire students
in the expressions of altruism and love; to persist always in the struggle between being and becoming; to discover that form of happiness,
which according to Rene DuBos, "originates from persons' deep
awareness that their personal life is the realization of their dreams and
their collective life, a creative enterprise which gives concrete forms to
the dreams of humankind."2 In essence, we need to rededicate ourselves to the goals of the institutions we serve.
Secondly, the most fruitful curricular explorations for coping seem
to be interdisciplinary. It may very well be that the hopes for the
future lie largely in this direction. This suggestion to this group needs
no elaboration. It is, however, directly related to the third element for
consideration: the concept of faculty as a resource pool.3
It should be remembered that the liberal learning situation attempts
2 Dubos, Rene "The Humanizing of Humans," Saturday Review World,
December 14, 1974. Pages 76-80.
3 In the development of this concept, I am indebted to Professor James
Crane, a former colleague at Eckerd College.
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to make the student more aware of what it means to be a scientistartist-scholar human being. It provides rich and diverse opportunities
for the learning of specialized knowledge and skills, but not at the
expense of learning the "skills of becoming a human being." The
general change agent for this situation is a specialist who can see
ways of relating his knowledge, skills, and experience as a whole human being to the skills, knowledge and experience of other human
beings from different disciplines. Out of this interchange come new
formulations and reformulations, resulting in the propagation of ferment and growth. Of course, if specialists gathered are insufficiently
groomed for this kind of enterprise, then they are only capable of
operating within fixed disciplinary boundaries. Thus it is that a tight
knit discipline system emerges which by its very nature gradually
erodes the system as a whole, producing within the system satellite
groups and subcultures which operate to the advantage of some disciplines [departments] and to the demise of others.
In our more rational moments we will admit that it isn't the
particular array of offerings or arrangements of disciplines which define liberal learning as much as it is the group of faculty members
competent and secure in their own fields, faculty members willing to
converse and plan with like-minded colleagues from other fields. What
develops from the interchange of intelligent and competent men, regardless of the separateness imposed by disciplines, is what gives the
particular style to any program. This being the case, there are in such
arrangements as many limitless numbers of programs as there are
human beings-professors, students, adjunct professors. Translated
within a field theory context, the resource pool is always changing with
the addition of programs or persons and the interaction that ensues
insures diversity and uniqueness within diversity. Thus it is that any
resource pool fosters and thrives on diversity. It does not ignore the
contributions of any specialist, but a given specialist's contribution is
made within the context of the whole. It further means that a faculty
member does not fill a slot, but represents a source. The basic issue is
never between the generalist and a specialist, but between conflicting
models of human development. In such a concept the assumptions
are that the geneticist grows out of the biologist, grows out of the
scientist, grows out of the total human being.
This structure stands in contrast to the conventional setting in
which typically disciplinary boundaries provide the framework for
program building whereby disciplines mature, reproduce by fission,
and become more complex. This happens because our traditional program development has proceeded pyramidally. Basic instruction is provided by specialists pouring over at the apex, supported by the assumption that only major students who have gone far enough up the
incline can profit from work with the specialist. Thus in an expanding
11

period, such as we have recently gone through in higher education in
the United States, the process produces a profusion of courses and
departments based on separate disciplines. It usually follows that affairs
of state freeze into static forms, almost immediately losing whatever
evolutionary viability that might have been initially fostered. Frequently,
the edge is taken off the thrust of generative people, the order of the
day commands new ideas to be resisted, creative projects are underfunded and political harassment is released in the guise of academic
responsibility and quality control. Conversation between the richly
endowed is limited to disciplinary discourse within the same department and the purpose of the whole is not only lost, but the whole is
reduced to the sum total of its separate parts.
If I had my way, the money being spent in faculty development
would be for planning interdisciplinary exchanges that might help
us refocus our primary institutional objectiYes and develop mentors,
as I said earlier, whose visions relate ideas to life and knowledge to
wisdom in the hope of instilling attitudes productive to the enhancement of humanity. I would be concerned about persons teaching within a liberal arts setting who themselves had never had a brush with
liberal learning. It does seem to me that persons teaching at the undergraduate level in a liberal learning 9etting ought to be able to engage
in a dialogue that carries them outside of the narrow confines of their
specialty; if not, then I wonder how it is they found their way into a
liberal learning setting and how conceivably they can maintain themselves or be maintained in it.
Those of us in higher education are dealing in futures and, I repeat, the risks are great. It's time we realized that too often the price
of narrow learning is broad ignorance, and the unanticipated consequence of ignorance through knowledge is easily documented. A
biologist friend cited recently an illustration in which DDT wa~ used
to kill the malaria-carrying mosquito of Malaya. Mosquito specialists
consulted did not know that DDT would kill off wasps which fed
on leaf-eating caterpillars living in the thatch roofs of the native
huts. The wasps expired, freeing the "exploding caterpillar population
to munch happily away at the huts until the roofs fell in."
In what might the student find his sense of self-satisfaction and
permanence in short decades ahead? In a professional choice?
Possibly. More likely it will be in a conviction, a commitment, a set of
ideas-in the struggle between becoming and being. Considering what
lies ahead, it had better be. Otherwise, it won't be the roof over our
heads falling in; it will be the ground underneath us caving in.
Incidentally, the text for this presentation is taken from Lewis
Carroll's Alice's Adventures in Wonderland.
Never imagine yourself not to be otherwise than
what it might appear to others/ that what you were or
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might have been was not otherwise than what you had
been/ would you have appeared to them to be otherwise.
Or if you'd like it put more simply- Be what you would
seem to be.

O=====
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A Clockwork Course
By

H ARVEY OVERTON

A Fox Brush Fable (A fox brush is the tail of the fox,
especially when regarded as the trophy of the hunt ; I
begin, then, with trophy already in hand. )
Human behavior is not capricious. If capricious, why study it?
If not capricious, then caused. And if caused, then subject to investigation and understanding. Then once understood, subj ect to prediction and control. That which cannot be observed directly does not
exist. We now know that there is no basis in fact for the belief that
desires, attitudes, personality, mind, or character determine what
people do. This belief belongs to an earlier era of prescientific
explanation.
Education is a process of behavior modification. Successful education produces desirable behavioral changes in students. As educators
we are charged with selecting those behaviors we determine to be
effective and with arranging appropriate conditions for their
production.
In the past, we approached this process willy-nilly, only nebulously
grasping what we were about and largely unmindful of the effectiveness of the procedures we used. Our commitment to the romantic
notion that there was something ineffable about the role of the
teacher blinded us to the simple proposition that teaching is, after all,
a matter of engineering the learning process to produce a clearly defined product that is demonstrable and measurable.
We no longer need to leave things to chance. The science of behavior has provided us with the understanding and the tools to control the learning process. We now know that one set of learning
procedures will produce behaviors A, B, and C, and that another set
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of learning procedures will produce behaviors D, E, and F. With control, we can predict, and with prediction we can eliminate the gross
ineffectiveness that has characterized the educational enterprise ever
since the Saber-tooth Curriculum.
\,Ve can now forget a career of anxious Mondays, or returning to
the classroom after a week-end of fretting about how to get our students to grasp some concept in aesthetics or epistemology. Our course
objectives are stated with precision. Learning is administered in graded
doses, with students unfailingly advancing from stage to stage as they
are positively reinforced for productive responses. As classroom managers (in another era we were called teachers) we assiduously avoid
strategies producing aversive reactions, knowing that they are counterproductive. Instead, we engineer relevant contingencies that generate
the behaviors that are visibly effective. And all the joyless instruments
of measurement proclaim that we are good. The clockwork course is
our shepherd and we shall not want.
There is a little George-and-Martha game we academics ( especially humanists) play in our faculty-lounge Walpurgisnacht called
"Skinning B. F. Skinner," and I have just played it obviously to the
disadvantage of the behaviorists. As the theme of this session is "The
Individual Student in General Education, Threat or Opportunity?"
we may ask: Is the Skinnerian formulation of education a threat to
liberal education ?l The answer is most certainly yes if it were to be
adopted as a uniform practice for all university courses, for it organizes
the learning process as a closed system and in its most extreme terms
denies all those qualities of mind, sensibility, and compassion that
have characterized liberal learning in Western culture. If we are beyond freedom and dignity, then we are beyond any possibility of
liberal education in traditional terms, for freedom and dignity are
finally what liberal learning has been all about. The university itself,
of course, can remain a "university" only if it remains an open community of intellectual challenge, debate, and invention. In short, a
Skinnerian university would be a contradiction in terms in the same
sense that George Bernard Shaw called the traditional Catholic university a contradiction in terms.
The Skinnerian notion of education as conditioned response hag a
place in the competing systems of thought ( even though it denies the
"reality of "thought") in an open community of intellect, and courses
constructed according to behaviorist principles may be appropriate
1 See B. F. Skinner, Walden Two (New York: The Macmillan Company,
1948) and Beyond Freedom and Dignity (New York: Alfred A. Knopf, 1971 ).
For critiques on Skinner see Walter Arnold, "Review: Beyond Freedom and
Dignity," Saturday Review (October 9, 1971}, 47+; Peter Caws, "Review:
Beyond Freedom and Dignity," T'he New Republic (October 16, 1971), 32+;
Edwin Fancher, "The Crumbling of Walden Two," The Village Voice (December 16, 1971), 35+.
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for some kinds of learning at the university. There are, at the same
time, more moderate, less mess1anic behaviorists from whom we can
learn all kinds of useful things for the improvement of teaching.2
And there are cognitive psychologists like Benjamin Bloom3 who can
help us organize courses with greater clarity of purpose and with
teaching patterns that contribute to developing the higher cognitive
processes of analysis, synthesis, and judgment. But the possibility of the
academic community accepting the behavioral course as an absolute in
higher education is, I think, remote. So the threat to the individual in
general education in the immediate future is not likely to come from
rampant Skinnerianism. It may, however, come from a more pedestrian source-the business-management conception of the course,
which shares with behaviorism the notion of the course as a closed
system.
Large state universities by necessity have had to adopt the corporate procedures used in the world of business. They are, after all,
multi-million-dollar conglomerates with vast material resources to
manage, and in the name of efficiency and economy have appropriately bureaucratized many of their functions. I am thankful that the
university knows how to computerize the enrollment of students and
the ordering of office supplies. The rub comes in extending the
methods of business management to the process of education. Advocates of various "Program Management Systems" argue, at least
implicitly, that education can be placed in a production-line format,
that all university courses can be designed as units of production in
which the stated learnings can be reported in quantifiable units. Also
implicit in the position of the program managers is the belief that
products of learning should have some visible utility to the society that
supports the university. Only through a convincing demonstration of
the efficiency and practicality of higher education, they argue, can we
win continuing public support.4
Some of the arguments of the program managers are, of course,
not without merit. In the name of academic freedom, we have committed unforgivable carelessness, arrogance, and indifference in higher
education, and it is clear that in a time of diminishing public support,
we must be accountable to our constituents. But there are those of us
engaged in acts of liberal education who believe that there are quali2 Lewis M. Andrews and Marvin Karlins, Requiem for Democracy? An
Inquiry into the Limits of Behavioral Control (New York: Holt, Rinehart and
Winston, 1971).

3 Benjamin S. Bloom (ed.), Taxonomy of Educational Objectives, Handbook I: Cognitive Domain (New York: David McKay Company, Inc., 1956).
4 See Ambrose Garner, "Performance Based Campus," in Dyckman W .
Vermilye (ed.), Lifelong Learners-A New Clientele for Higher Education (San
Francisco: Jossey-Bass, Inc., 1974).

16

ties of mind and sensibility that do not readily lend themselves to
quantification and a narrow test of utility. Moreover, liberal education
by developing the mind that questions, often leads to a challenge of
the very institutions that support it. If we believe with Lewis Mumford that "man is constitutionally an open system, reacting to another
open system, that of nature,"5 and if we also believe, again with
Mumford, that liberal education should be addressed to "the right (of
students) to react as whole human beings to other whole human beings, in constant engagement with both the visible environment and
the immense heritage of historical culture,"6 then we must reject the
clockwork course. A truly liberal education requires courses conducted
as open systems, as clear in their conception as possible, not cribbed
but creatively and often spontaneously taught, courses that take into
account the immense variability of students as significant individuals.
We join the luckless author in the Anthony Burgess novel when
he writes:
The attempt to impose upon man, a creature of growth
and capable of sweetness, to ooze juicily at the last round
the bearded lips of God, to attempt to impose, I say,
laws and conditions appropriate to a mechanical creation, against this I raise my swordpen.7
Darkness at Noon
Another threat to the individual student in general education is
the response of the university of the seventies to the campus turbulence
of the sixties. The response has been for the most part a kind of
darkness-at-noon dissolution of the impulse toward institutional reform
triggered by the campus disturbances of only yesterday. The large university today seems to be sustaining or rapidly restoring the practices
against which the youth prophets of the sixties rebelled-large classes,
intense vocationalism, reduction of undergraduate education to preparation for graduate school, social detachment in the name of objectivity, increasing bureaucratization of campus life, the restoration of
order as an antidote rather than as an alternative to anarchy. And in
the wings from time to time we hear chanting of the ancient litanies
of higher standards and tougher grading. In general education, in the
name of student freedom, many institutions have returned to the
chaos of the distribution system. I know of no large university programs in general-liberal education evolving in the seventies similar in
5 Lewis Mumford, "Reflections-The Megamachine III," T,he New Yorker
(October 24, 1970), 63.

6 Lewis Mumford, "Reflections-The Megamachine IV," The New Yorker
(October 31, 1970), 56.

7 Anthony Burgess, A Clockwork Orange (New York: W. W. Norton &
Company, Inc., 1963), pp. 21-22.
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imagination, scope, and vitality to the Minnesota, Chicago, and Harvard experiments of the forties. In the student body itself there is no
pulse that responds to the challenge, however flawed, of Theodore
Roszak or Charles Reich. In fact, my students today consider The
Greening of America and The Making of a Counter Culture to be
quaint texts of another era.
The major focus of university concerns in the seventies appears to
be on neutralizing undergraduate education as a value-free academic
process and on expanding institutional contributions to career education. And while certain formal mechanisms for student representation
and redress have been created ( ombudsmen, student membership on
faculty committees, for instance), the pervasive atmosphere of large
university life becomes increasingly routine, bureaucratic, and legalistic. George Tooker, the American painter, has done a series of paintings on institutional dehumanization in modem society. One painting
called "Government Bureau" depicts an office interior with several
lines of people, backs turned to the viewer, disconsolately waiting in
front of little cubicles with small peep holes, behind which fragments
of pallid faces look out in glum surveillance. If you teach in a large
university, as a practical measure of institutional d ehumaniza tion, walk
the route that students walk in registering for classes, in transferring
credits, in paying accounts, and discover for yourself the lines of people waiting disconsolately in front of little cubicles with circular
peep holes.
Fred M. Hechinger, writing about what he calls the "academic
counter-revolution" at Berkeley, has recently observed:
Ironically, precisely a decade after the students' initial
revolt against a system they considered riddled with
materialism and devoid of a sense of human values,
higher education is moving full speed ahead on a course
dominated by materialistic concerns and cut off from
those liberal studies that, in the past, had been associated with the preservation of humanistic traditions
and humane goals.8

Welcome to the Monkey House
If the university today seems to be in some sort of funk about its
function in general-liberal education, I do not especially rejoice about
its successes in the past either. As I review the literature on liberal
education and read about its goals of developing rational men and
women, I survey my society from the Olympia of the daily press, and
I behold: a religious war in Ireland (in 1975?); a polluted atmosphere; collapsing world economies; contempt for law and order by
8 Fred M. Hechinger, "An Academic Counter-Revolution," Saturday Review World (November 16, 1974), 64.
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its advocates; continuing acceleration of overkill in armaments among
nations, while in this country we now have manufactured enough hand
guns to assure that every fourth man, woman, and child can have at
least one; not to mention the recent past of Belsen and Buchenwalt.
Machado de Assis, the nineteenth century Brazilian ironist, tells
the story of The Psychiatrist,9 one Dr. Bacamarte, who, having received his training in analysis in Europe, returns to his Brazilian
village and receives permission from the village Council to examine
its citizens. By applying his criteria of sanity, Dr. Bacamarte, if necessary, can place the townspeople in his newly constructed institution for
treatment called the "Green House." By and by, Bacamarte incarcerates one-third of the village, and then half, and finally nearly everyone. Then one day, after having committed his own wife to the Green
House, Bacamarte makes a radical discovery. All those people he had
judged to be madmen must be "normal," he reasons, since he had
already committed four-fifths of the population. The abnormal, the
really sick, he concludes, are the well-balanced, the thoroughly rational. So he releases all of his patients and locks up those he had
formerly judged to be sane.
For some time now, at the National Radio Astronomy Observatory
in Greenbank, West Virginia, a giant electronic ear has been turned
out towards the heavens, waiting for someone to say something from
out there ("How are things in Glocca Morra?"). Yes, the search for
intelligent life on other planets began some time ago, despite the fact
that we have still failed to find it on this one. But if we have thus far
failed to find it, I believe that the search is still valid. Knovving that
bandicoots and wombats still rustle branches in my family tree, I am
reluctant to condemn without reservation the failures of human reason in the past. In fact, I am in some sympathy with B. F. Skinner's
argument that human society has made the long march from the caves
of Lascaux to the global village only to remain in the grip of chaos
and terror.
Believing that we can choose, I do choose to reject a bland, humorless, totalitarian incubation in a Walden Two,10 even if it means taking
9 Joaquim Maria Machado de Assis, The Psychiatrist and Other Stories
(Berkeley: University of California Press, 1963).
IO There are some measures of what happens to the arts in closed societies.
For instance, in the Soviet Union no painter or sculptor of any stature has
emerged since the early twentieth century abstractionists-Gabo, Pevsner,
Malevitch, Kandinsky-went into voluntary exile, e.g., see Paul Sjeklocha and
Igor Mead, Unofficial Art in the Soviet Union (Berkeley: University of California Press, 1967). Moreover, two of the modern "new" cities-Chandigarh
and Brasilia-designed as integral units with the theory that the architectural
environment can redirect human behavior and bring about social change have
been failures both in their behavioral intentions and as human enclaves. In fact,
the shanty towns on the outskirts of Brasilia ( random , perverse, yet persistent)
give that city its only claim to human vitality. See Norma Evenson, Chandigarh
(Berkeley: University of California Press, 1966); also "Whatever Happened to
the Grandiose Plan for Brasilia?" U.S. News and World Report (June 12,
1972), 72.
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my chances with Alex and his droogs. I would prefer, at the same
time, to reject Anthony Burgess' vision of the extremes of human perversity produced by an ineffectual social response to randomness,11
since I honor order and fear barbarism. But freedom and necessity can,
I believe, be negotiated to a more rewarding conclusion than found in
either the Skinner or Burgess vision.12 The literature of freedom and
dignity of Western culture has sustained the hope of a society of reasoning men and women, capable of compassion, joy, and grief, who do
not confuse order with coercion. That hope is still worthy of our commitment. And at least one resolution of the paradox of free will versus
determinism is offered in the existential posture of Albert Camus.
"We can despair of existence," Camus observes, "for we have no power
over it, but not of history because the individual can make choices."13
W. H. Auden puts it more succinctly in his poem on Yeats:
In the prison of his days
Teach the free man how to praise.14

Muted Optimism
When the large state university is seen in less than Manichean
terms, there is hope, there is opportunity for the student to gain a
significant liberal education.
First, the megamachine direction of the university can be moderated. It was not brought about by pernicious people scheming
to dehumanize the student body and faculty. Instead, it has been
a response by busy administrators caught up in the crunch of
rapidly expanding enrollments in the post-war period, and turning, appropriately in most cases, to business-management procedures to conduct the affairs of the university. But in our discussions of accountability, we should hold ourselves and our administrators accountable for the quality of collegiate life in general.
We could, to be sure, get rid of all those little cubicles with the
11

Burgess, op. cit.

12 Rene Dubos writes: "Human freedom does not imply anarchy and complete permissiveness . . . Design, rather than anarchy, characterizes life. In
human life, design implies the acceptance and even the deliberate choice of
certain constraints which are deterministic to the extent that thay incorporate
the influences of the past and of the environment. But design is also the expression of free will because it always involves value judgments and anticipates the
future." So Human an Animal (New York: Charles Scribner's Sons, 1968),
p. 135.

13 Albert Camus, from his World War II newspaper column as quoted in
Rene Dubos, "The Despairing Optimist," The American Scholar, XL (Winter,
1970-71), 17.
14 W. H. Auden, "In Memory of W . B. Yeats" in Louis Untenneyer,
Modern British Poetry (New York: Harcourt, Brace and Company, 1950 ), p .
442.
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spooky faces inside of them tomorrow. One dimens1on of generalliberal education discovered in the investigations reviewed by Philip
Jacob in Changing Values in College 15 is that stud en ts are more
likely to be "liberated" from their unexamined assumptions and
develop modes of inquiry characteristic of the mature mind in a
collegiate atmosphere in which there are frequent informal interactions between students and faculty members in a congenial
atmosphere fostering mutual respect. The resident college within
the large university seems to offer some hope, particularly for today's students who seem to be more accepting of collegiate life in
general than were their counterparts in the sixties. We could, moreover, tap the talents of a whole generation of underemployed young
people with appropriate advanced degrees (many of them in interdisciplinary studies) now clerking in grocery stores. By drawing on
this valuable resource of creative talent now misdirected as a consequence of increasingly limited opportunities for employment in
higher education, we could expand our faculties rather than reduce
them and thereby enhance the prospect for smaller classes and significant personal interaction between students and teachers. We
need something tantamount to a GI Bill for underemployed Ph.D.'s
and M.F.A.'s.
Second, although most of the recently revised general studies programs I have received16 have discarded required core courses, they
still retain the belief that there is a general studies course per se,
different in content, methodology, and purpose from the entry
course to a discipline which characterized earlier distribution systems. And the theory that general education should not merely
occupy itself with facts but should also develop traits of mind all
educated persons should share still seems to be intact. So the students of the seventies have considerable freedom in electing general education courses-in some programs over two hundred
courses qualify-to meet their distribution requirements. With a
sense of deja vu, we have completed the cycle from turn-of-thecentury free elections to core courses back to free elections.
Whether students will be able to combine coherent individual programs from such a dazzling array of courses all claiming to qualify
as "general" remains to be seen. But if reasoned choice is itself a
factor in liberal education, today's students may gain in maturity
from the burdens of freedom.
15 Philip Jacob, Changing Values in College (New Haven, Conn.: The
Edward W. Hazen Foundation, 1956).
16 See, for example, Oakley J. Gordon, "The University Utah's Program of
General Education," Perspectives, V (Winter, 1973-74), 107-121; Thomas C.
Kishler, The University College at Michigan State (East Lansing, Mich.: Michigan State University, 1972); Western Michigan University, Undergraduate
Catalog (Kalamazoo, Mich.: Western Michigan University, 1974), 23-30.
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Third, academic freedom, always tenuous at best, having survived
the closure of the McCarthy era and the aggravations of the sixties,
seems to be enjoying an especially generous season in the sun. Since
freedom to deal with ideas, always a dangerous business, is essential
to liberal education, seventies' students, for the moment at least,
have a privileged position.
Fourth, despite the pervasive concern with vocationalism in the
state university, the response of students to certain aspects of general education is heartening. In my own university, for in:,tance,
with a program of minimal distribution requirements-essentially
one of free elections-the most popular general education courses
are courses in the arts. Engineering and business management students are themselves acknowledging that the satisfaction of vocational interests is not enough. I hasten to add that I do not condemn the vocational bias in the state universities, many of them
with land-grant and normal-school roots. Significant vocation is,
after all, essential to liberally educated people.
Metaphor of the Plague
In summation, there are some threats, there are some opportunities.
Conducting liberal education, even under the best of circumstances, is
one of the most difficult endeavors. Since "liberality" involves challenges to established thought and practice, it is hard to conceive of a
time when those of us engaged in the vocation of general education
would not in some sense be in trouble. In fact, being in trouble could
be cons·i dered one measure of our success. Assuming, as I have, that
the business of liberal education is to help men and women achieve
their capacity for reason and compassion by confronting them with
the cultural traditions that have shaped their world and to help them
take from these traditions the insights and wisdom to live freely and
creatively in their own times, I find some confidence in Camus' metaphor of the plague.17 Liberal education, like freedom, can never be
taken for granted. It is not achieved once and for all. The forces of
repression and closure will always arise to confound it, and each generation must win it anew. More important, then, than the shape of
the curriculum-whether it is composed of core courses or free electives-is the continuing commitment to the idea of liberal education.
I can envision no immediate future in which this idea will not be constantly twisted and bent as the megamachine tendencies of world societies continue to accelerate. Yet I do not despair of my vocation as
general educator in a large state univernity. I can only hope that my
counterpart a century hence will have as good a chance as I now have
to teach free men and women "how to praise."
17 Albert Camus, The Plague (New York: A. A. Knopf, 1954).
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The University As Asylum
By

FRANCIS
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GROSS, JR.

The word "asylum" has indeed a variety of meanings-. I t is an
ambiguous term. It has been used to denote both places of confinement for mentally unbalanced folk as well as a sanctuary affording
security and protection for those in need. The purpose of this essay
is to see the large state university as a sanctuary for young people.
It is primarily concerned with undergraduate students as persons
undergoing crises of identity. It seeks- to clarify strategies and goals for
professors in dealing with these students. The ambiguity of the term
"asylum" suggests, however, the possibility that the large state institutions with which we are concerned could indeed become places of
confinement, discomfort, and emotional unbalance.

I. The Large State University in 1975.
One need not be the sage of the century to note that we live in a
time in which natural resources are slim and expensive. The American
industrial complex is not a very healthy giant nor a very affluent one.
State universities rely for most of their financing on taxes derived by
the state from industry. Our tower of learning is threatened by lack
of funds as well as a slowly diminishing number of young people
emerging from secondary schools, due to declining birth rates.
The tower, however, is built and staffed. Moreover it is a part of
the American dream that higher education be there for all those who
want it. Because our tower is a sacred tower, a holy place, we seek to
keep it in business. In doing so we run the risk of making it as puzzling a structure as the tower of Babel was some years back in our
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heritage.I There is the risk of a confusion of tongues as well as purpose. The students occupying our sacred tower are changing.

II. The Students: Greater Diversity and Crisis of Identity
State university undergraduates have traditionally been a group of
people almost as varied as the population of the state.2 They are
becoming more varied still, for we are becoming less restrictive in our
enrollment of undergraduates. There are fewer students to choose
from. K eeping up enrollment helps keep funds coming from state legislatures now short of funds for reasons indicated earlier. Are our new
studen ts dumber than their predecessors? Or are they just different?
There is pressure of course, not only to enroll students but to keep
them enrolled. To keep them enrolled they must be given passing
grades. Grades, across the country as a ma tter of fact, are spiralling
upward.3
I should like to make a case for utilizing the ever more varied
richness of our student population rather than regarding that population as folk speaking the babble of the famous tower, incomprehensible to their professors and a mill stone around the neck of the
institution.
I should like further to note, that in addition to the variety with
which we are confronted there is a certain sameness. Most of our
students are still adolescents or young adults. Most of them are well
into what Erik Erickson has called a crisis of identity.
Dr. Erikson observes that this crisis
. . . occurs in that period of the life cycle when each
youth must forge for himself some central perspective
and direction, some working unity, out of the effective
remnants of his childhood and the hopes of anticipated
adulthood; he must detect some m eaningful resemblance
between what he has come to see in himself and what
his sharpened awareness tells him others judge and expect him to be.4
Speaking of this central crisis of integration, Erikson has noted a
need for a period of moratorium, a time of rela tive freedom in which
to integra te the identity elements ascribed to the earlier stages of human development in his classic eight stages of the life cycle.5 Given
1 The Holy Bible, Revised Standard Version, Camden, Thomas Nelson,
1952, Genesis, Ch. 6, vv. 1-9.
2 Carol Travis, "What Does College Do For a Person? Frankly, Very Little," in Psychology Today, September, 1974, p. 73.
3 "Too Many A's," in Time, November 11, 1974, p. 106.
4 Erik H . Erikson, Young Man Luther, New York, Norton, 1958, 1962, p.
14.
S Erik H . Erikson, Youth: Identity and Crisis, New York, 1968, p. 28.
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the Eriksonian stance that such a central period of crisis often occurs
or is in the process of occurring during the undergraduate years at a
university, I shall complete my characterization of the undergraduate
student of today. Four famous young students from the past, will
hopefully shed light on my description of today's undergraduate. All
four have been selected because they lived their student years in times
of change and uncertainty, not entirely different from our own time.

III. Four Students in Crisis
The era of the Reformation in Europe provides us with two of
these students, both of whom became central in the religious and social
changes of their times, both of whom owed in large part, their own
personal period of integration to the institutional protection of the
university framework.
The story of the Basque mystic, evangelist, and Catholic reformer,
Ignatius of Loyola, provides a fascinating study in the role of the
University during his own period of integration and identity formation, called by James Brodrick, "the pilgrim years."6 A gentlemansoldier, struck in the leg by a cannonball in a battle in the year 1517,
he embarked on an inward journey which carried him by stages from
the Spanish monastery of Montserrat,? to Palestine,8 to the Universities of Barcelona, Alcala, Salamanca, and finally the celebrated
University of Paris. That his University education began at the age
of thirty-three,9 and ended a full ten years laterl0 with the conferral
of the Master of Arts degree at the University of Paris, is a tribute to
what a learned friend of mine once described, with a reference to his
education at the Gregorian University in Rome, as "education in reverse." Out of years of study of Latin and nominalistic philosophy
strangely tied to the name of Aristotle emerged a mystic-organizer
who led the reform of the Catholic counter-Reformation and a new
spirit of evangelization in Catholic Christianity. His celebrated book
of "Spiritual Exercises" 11 bears little of the logic of Aristotle, is written in execrable prose, and is the result of Ignatius' own experiential
encounters with his God. Ignatius' penchant for organization and
leadership, still at least partially visible in the Jesuit Order of today,
was not the result of a specialized university course in management.
6 James Brodrick, St. Ignatius Loyola, The Pilgrim Years, London, Burns
and Oates, 1956, vii-372.

7

Ibid., p. 82.

8

Ibid., p . 152.

9

Ibid., p. 152.

10

Ibid., p . 278.

Ignatius Loyola, The Spiritual Exercises of Saint Ignatius, translated by
Anthony Motta, Garden City, Image Books, 1964, p. 1-200.
11
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The protection of the university, although, it must be said, he was
expelled from all but his ultimate alma mater, provided a covering for
a slowly emerging identity formation process that took nearly twenty
years from his original abandonment of a career as a very minor
soldier adventurer.
The apprenticeship of a contemporary of Ignatius, Martin Luther,
under the aegis of University and Monastery, has been well documented by Erik Erikson himself.12 Son of an ambitious small industrialist,13 he sought fulfillment of his father's ambition for him as a
precocious university student at the University of Erfurt. Graduating
as a Master of Arts in his early twenties, he rather abruptly entered a
monastery of Augustinian Friars14 where his period of moratorium
began in earnest.IS It seems strange that a silent son, a somewhat
morose and precocious student, a gentlemanly monk, should eventually emerge as one of the most explosive speakers and movers of men
the world has ever known.16 But the concern here is that large institutions, the university and monastery, could each in its own way be the
birth place for a young man's discovery of his own true identity.
If Ignatius became a mystic and the father of an immensely powerful religious order under the mantle of a series of institutions of
higher learning hardly dedicated to what he did in fact become, if
Martin Luther became a theologian of revolution, born, in his own
words, "by living, nay dying and being damned, not by thinking,
reading or speculating,"17 we may have some inkling as to the uses
of our contemporary seats of higher learning in our own equally
turbulent world.
Two other figures whose pursuits of higher learning reach into our
own century, may shed further light on the matter: Mohandas Gandhi
and Malcolm X.
Gandhi, the originator of militant non-violence also served a university apprenticeship. It proved instrumental in his fusion of religious
belief and political action, and makes him equally as intriguing as
his Reformation university colleagues referred to previously. Gandhi
is not known to today's world as a famous lawyer. Yet, his pilgrimage
from India to London to study civil law, and his subsequent practice
of law in South Africa, are seen by Dr. Erikson18 as his period of
12

Young Man Luther, p. 1-288.

13

Ibid., p. 53.

14

Ibid., p. 90.

1s Ibid., p. 98.

Ibid., p. 66.
Ibid., p. 251.
18 Erik H. Erikson, Gandhi's Truth, New York, Norton, 1968, p. 139 ff, p.

lli

11

170.

26

integration. The young Gandhi's experiments with clothing, religion,
food and sex, while a law student in London, are a matter of record.19
What concerns me is that he was able to try on various identities, from
which he could construct that which was his own, at precisely the
same time that he was engaged in a rigorous apprenticeship as a student of law in a university framework. I do not wish to make a case
that he never used the skills of his profession, for certainly he did.20
That he could, while learning his trade, forge an identity out of which
to use these tools is what intrigues me.
Perhaps an example, however minor, is called for. As a young man
in his twenties, recently arrived in London, Gandhi once, rather inappropriately by British standards, was seen standing in the lobby of
the Victorian hotel in London, dressed in an immaculate white flannel
suit.21 Erikson remarks of this episode, not without humour:
. . . the white flannel suit represents much more than
the wrong choice of clothing by an innocent young
traveler; for as we shall see, Gandhi was always highly
aware of the significance of clothes as uniforms which
might identify at least one's aberrant identity fragments
-until he learned to be himself, near-naked.22
The later emergence of Gandhi's militant non-violence was indeed
one of the naked power of the human spirit in contrast to physical
force. The world knows the later, powerful, small figure defying the
British governance of his people, while wearing nothing but a small
white cloth around his loins. To have slowly discovered that powerful
symbol of his own identity while a serious student of law speaks to me
of the kinds of things students can learn at a university.
But how, indeed, does the searing and violent story of Malcolm X
relate to university learning? To some extent his self-told story is not
remarkable, considering the sub-culture in which his boyhood years
were spent. His father's violent death when Malcolm was a small
boy,23 his years in reform school,24 his wandering life as a hustler,25
his eventual imprisonment for armed robbery can be nearly carbon
copied in the case histories of thousands of black convicts in penitentiaries all over the country.
19 Ibid., p. 143, 145, 147.
Ibid., p. 168 ff.
21 Ibid., p. 142.
22Ibid.,p. 143, (italics mine).
20

23

Malcolm X, 'The Autobiography of Malcolm X, New York, Grove Press,

1964, p. 9-10.

24 Ibid., p. 25-31.
2s Ibid., p. 39-150.
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At the age of twenty Malcolm X began a prison term that was
seven long years, the years of his moratorium, his reintegration, his
awakening to himself as an adult. As his brother Reginald put it at
the beginnig of Malcolm's term, "You don't even know who you are."
The story of Malcolm's awakening and the set of his sense of mission
to his people takes place behind prison walls. It was here that he dis~
covered the teachings of Elijah Muhammad,27 and the world of
books.28 His painstaking and painful reassessment of himself and his
people, his own religious convictions, his emergence as an omnivorous
reader, took place in a series of large prisons, each of which had a
library and afforded a great deal of free time for the inmates. As he
himself puts it, ... "up to then, I had never been so truly free in my
life."29 His alma mater? In answer to that very question he said,
"Books." "You will never catch me with a free fifteen minutes in
which I'm not S'tudying something I feel might help the black man."30
He might have added that a rather unlikely large institution, the prison
system for the State of Massachusetts had provided the institutional
mantle in which this great man discovered both himself and his role
in life. The essential ingredient was a certain kind of enclosed freedom coming at a time when he deeply needed to unify and crea te
something from the brutal and rich life as a young black con artist
he had known before. Indeed it is the purpose of this essay to probe
strange forms of freedom afforded to young searching people by unlikely but accessible large institutions, and with particular attention
given to large state universities.

IV. Contemporary Undergraduate Moratoria
It is germane to my purpose here to seek to make more precise
just what the university as an institution can offer the student who
finds him or herself going through the period of moratorium. I hope
it will be helpful to the reader to see this period again defined in the
words of Dr. Erikson:
This period can be viewed as a psychosocial moratorium during which the young adult through free role
experimentation may find a niche in some section of his
society, a niche which is firmly defined and yet seems
to be uniquely made for him ...
A moratorium is a period of delay granted to somebody who is not ready to meet an obligation or forced
on somebody who should give himself time. It is a period
21

Ibid., p., 161 ff.
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Ibid., p. 172.
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Ibid., p. 173.

30

Ibid., p. 179.
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that is characterized by a selective permissiveness on the
part of society and of provocative playfulness on the part
of youth, and yet it also often leads to deep, if often
transitory, commitment on the part of the youth, and
ends in a more or less ceremonial confirmation on the
part of society ...
Each society and each culture institutionalizes a certain moratorium for the majority of its young people."31
Erikson seeks to pinpoint seven different but related crises likely to
occur during this period of moratorium. My purpose is to identify
these crises from a positive point of view as occurring within the large
university framework with references taken from the four historical
figures to clarify the issues. I shall take each of the crises separately,
with the understanding that one or another may be more prominent
in the life of an individual student and that each student is, taken
individually, all of one piece. We may cut them, like a pie, into
seven pieces, for purposes of reflection. But, the seven slices must
always be understood to be a part of one pie. Hence each is related
to each other. Each is connected with each other. Each occurs within
a single person. Each division is a brief metaphor, a short parable,
which hopes to shed some light on the individual student-person
existing for a time in the societal framework of the university. With
these admonitions, let me proceed.
1. Temporal Perspective versus Time Confusion. This crucial
period Erikson relates to the earliest period of infancy, a time characterized by the development of a certain basic trust or lack of trust.32
Malcolm X's prison years afforded him a period in which time meant
nearly nothing-a seven year sentence. ( Seven is a mystical number
for infinity!) 33 Seven years in prison might seem to be just that-an
infinite betrayal of trust perhaps, but with many days to assess the
matter, as indeed Malcolm did.
The university, like Malcolm's prison period, offers a plethora of
days before the conferral of the undergraduate degree. Indeed, the
standardization of the futures expected of contemporary adults conspires to make the moratorium period nearly a way of life.34 A "sentence" of four years or more gives time, at a period when time is
often needed-a period of timelessness, a period in which there is
sufficient time to try almost anything.
2. Self-certainty versus Self-consciousness. Again there is a temporal
31

Youth: Identity and Crisis, p. 156-157.

32

Ibid., p. 96-107.

33

The Holy Bible, Luke, Ch. 17, vv. 3-4, Matthew Ch. 18, vv. 21-23.
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Youth: Identity and Crisis, p. 182.
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relation back to the infancy period when a tiny child first begins to
awaken to an emerging unique self, with the accompanying pitfalls
of shame over this uniqueness or doubt that it exists.35
To be able to hide in the omnipresent undergraduate uniform of
blue denim and long hair can help in the search for self-certainty before one feels it, much as Gandhi attempted to hide as an uncertain
immigrant in a white flannel suit, as Luther hid under the cowl of an
Augustianian friar, or as Malcolm X was safely protected by the uniform of a prisoner. Uniforms of varying kinds can give one a breathing
period, a time of apparent external certainty during which one finds
what clothing in a large sense really fits. It covers the shame, doubt,
and uncertainty concomitant with the emergence of a unique human
being.36 The contemporary large university scene certainly is, however
helples.sly, tolerant of student uniforms.
3. Role Experimentation versus Role Fixation. Again, Erikson notes
a resurfacing parallel period occurring earlier, at the end of the third
year of childhood. The child at this time is characterized by an emerging initiative, concurrent with rapidly increasing motor control, and
its accompanying terrible partners of guilt and a stifling conscience.37
The young adult in this period of delay is often seen as torn between
free experimentation in a variety of roles and a neat but death dealing
fix upon a single way of acting.38 An institution can support or deny
such experimentation. I think of Malcolm's vital experiment with
Islamic religion while in prison, Luther's terribly intense experiment
with religious vows and ordination to the priesthood, Gandhi's initiation to the strange and free wheeling life of a law student in London.
Likewise, the wandering and sundry initiations into University life in
Spain and Paris afforded Ignatius of Loyola similar opportunities for
experimentation with vital choices in his life.
Here today, I think of fraternities and sororities (both white and
black), initiations into the drug and/or the beer drinking culture,
the world of the jock and the Jesus Freak, to name but a few groups.
A certain submissiveness is demanded on the part of the member,
certain rituals, accompanied by a push to action, experimentation in
life style. The social unit provides a protective mantle under which
to experiment. Even the much despised grade point average, often so
easy to obtain for a sizable number, provides an opportunity for role
experimentation if one grants a certain degree of submissiveness to the
systematic aspects of the university. In the framework of the larger
community it provides respectability; it can be a badge of real acaIbid., p.
36 Ibid., .p
37 Ibid., p.
38 Ibid., p.
35
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demic quality; or indeed, it can be a convenient cover for various
experimentati0ns in sundry roles for the student.
4. Apprenticeship versus Wark Para./ysis. Still another earlier developmental reference is the chronological stage of nursery and early
primary school years. This period is seen by Erikson as being characterized by a need to make things, and to make them well.39 In young
adulthood Erikson sees a parallel need for genuine industry, sanctioned
by a status of apprenticeship.40 Such a status could be provided, or at
least abetted, by a social institution, an institution allowing a certain
degree of license to the apprentice as well as defining duties and
even sanctioning competition.
Both Martin Luther and Ignatius of Loyola enjoyed apprenticeships, as offered by the universities of their times, and demanded for
the attainment of the degree of Master of Arts. Gandhi's law study
in England, as well as his work as a fledgling lawyer with a growing
bent for a unique style of circumventing and confronting the law in
South Africa, was not a time devoid of intellectual demands of well
defined dimensions. A certain license, among the first named, that of
the privileged status of the student in the university, in the second
the nearly legendary British tolerance for social deviance on the part
of university students are apt measures of institutional apprenticeship.
It is true, that Malcolm's time in prison can hardly be construed as an
app renticeship in the sense that Erikson has defined it. Interestingly,
however, the prison experience did provide him with the leisure for a
rigorous apprenticeship in the Isl amism of Elijah Muhammad, an
institution in itself. Malcolm's neophyte years as a Muslim in prison
were years of rigorous examination of his new found faith as well as
active recruitment among his fellow prisoners.
vVe have already referred to the possible, but by no means demanding, academic apprenticeship afforded by large state universities
on the undergraduate level, even including competition for academic
grades. Perhaps under the heading of license I should include an
overlap of well defined duties attached to the myriad social, religious,
and political para-institutions flourishing on the fringes of official
university life. I think of the rigorous apprenticeship of a young
Jehovah's Witness attending one of my classes, the seriousness apparent in women determined to attain, whatever the cost, the varieties
of skills, knowledge and moral fiber demanded for certain equality,
but not identity, with their male counterparts in the world of work,
love and play. The same intense kind of apprenticeship, fathered in a
sense by the prison term of Malcolm X, is apparent in black students,
both male and female, a nd spreads far beyond the official and sane39

Jbid., p. 122-128.

40

Ibid., p. 185.
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tioned guidelines of requirements for the attainment of the academic
degree. Further examples, because there are so many, would not
serve to clarify the intent of this essay.
I should like to note here that the three crises left for us to examine
in the University framework look forward rather than retrospectively.
They are portents of crises to come in later stages of individual life as
seen in Erikson's developmental scheme.41
5. Sexual Polarization versus Bisexual Confusion. The coming crisis
of intimacy versus isolation42 is therefore foreshadowed by a certain
confusion as to one's sex, when a young person does not feel him-orherself to be clearly a member of one sex or the other.43 It can be
characterized behaviorally as an ascetic turning away from sexuality,
a concern with what sort of man, woman or deviate one might become, and it may include often genital activity without intimacy.
It is of interest to us that all four of our historical examplesIgnatius, Luther, Malcolm, and to some extent Gandhi, chose to concentrate on intellectual, political, and religious preoccupations which
precluded genital activity. Sexual abstinence was the pattern of all
four. It should be noted, by way of underlining the fact, that we are
speaking of a period of delay and integration, that this period of
unanimity of practice for these very disparate characters was not
permanent. Ignatius remained celibate. Malcolm and Martin both
married some years after their period of moratorium. Gandhi, already
married during this period, practiced full conjugal intimacy as well
as sexual abstinence for ascetical and political reasons in his years
of maturity.
The contemporary undergraduate university student I see is certainly not overburdened on the large university campus with institutionalized sexual taboos. Dorms and student housing leave this area of
behavior a matter of pers·onal choice, given certain discretion . Hugh
Hefner's ideology of male oriented Judie sexual activity is tolerated,
and so is a rising concern with feminism in varying forms, some of
which allow women periods of abstinence, periods of homosexuality,
or sharply limited genital activity with carefully selected partners.
Total abstinence is not prominent and is hard to identify, except
among a variety of the Jesus People.
I cannot but think that such a climate is conducive to the development of an emerging consciousness of intimacy and sexual activity
which will go beyond, or at least take into account, the technology
that has so changed and controlled the effects of sexual intimacy. The
anonymity of large universities is playing a part, however, unwittingly,
in this potential emergence.
41
42

43

Ibid., p. 93-96, 180.
Ibid., p. 135-138.
Ibid., p. 185-187.
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6. Leader- and Followership versus Authority Confusion. Again we
look forward to a stage in life identified by Erikson as generativity
anonymity of large universities is playing a part, however, unwittingly,
in this potential emergence.
versus stagnation,44 primarily concerned with establishing and guiding
the next generation. In youth we can see a prescience or anticipation
of this stage, a step towards generativity, a learning to assume leadership as well as learning intelligent followership. Such learning portends
later values and attitudes.45
Leadership and followership demand a cause. Malcolm's cause was
his own black people's loss of corporate identity. Gandhi sought freedom and dignity for his own people. Both Luther and Ignatius were
concerned with establishing a rock bottom authenticity to prayer and
spirituality as institutionalized by the Christianity of Western Europe
in the sixteenth century. All four of these men were groping for ways
to establish and nurture their own particular people and the generations that were to follow them.
Each had to learn to lead as well as to follow. Malcolm's struggle
to be at once a follower of his own emerging self as a black American
as well as a follower of Elijah Muhammad was a struggle indeed.
Luther attempted to follow his father, his academic discipline, his
religious superiors, and his church, in conjunction with the often
opposing rock bottom convictions he arrived at in his study, and above
all, in his prayer. His moratorium provided a period in which he
changed from a man who was silent and blindly obedient to an explosively verbose man,46 a leader of religious revolt, obedient only to
his own rock bottom experiences in prayer. Ignatius turned from being
an obedient soldier to being a spiritual leader who taught his men to
trust their own experience in prayer as the guiding force of their
destinies, just as he had trusted his. Gandhi fused non-violent religion
and politics within himself, trusted both his religious upbringing and
his expertise in law, and became both an intelligent follower and a
unique leader.
How does the university structure provide aid to leadership and
followership for students? The university community is fraught with
causes-social, religious, academic, and political. It is again the variety
that strikes me. A chance for the student to match his-or-her own
emerging self with serious, if often temporary, commitment to attempt
intelligent followership and/or leadership in anticipation of their future generative stance toward the young people to come in their wake.
7. I deo,logical Commitment versus Confusion of Values. The role
44

Jbid., p. 137-139.
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Young Man Luther, p. 66.
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of ideology in the life of the university student undergoing a period of
moratorium, related as it is to Erikson's final period of integrity versus
despair,47 encapsulates nevertheless all that we have observed under
various headings earlier in this study. It is important, then, in an
Eriksonian framework of thought to understand what we mean by
the term ideology.
We now come to that system of ideals which societies
present to the young in the explicit or implicit form of
an ideology. From what has been said so far we can
ascribe to ideology the function of offering youth ( 1) a
simplified perspective of the future which encompasses
all foreseeable time and thus counteracts individual
"time confusion;" (2) some strongly felt correspondence
between the inner world of ideals and evils and the social
world with its goals and dangers; (3) an opportunity
for exhibiting some uniformity of appearance and behavior counteracting individual identity-consciousness;
(4) inducement to a collective experimentation with
roles and techniques which help overcome sense of inhibition and personal guilt; ( 5 ) introduction into the
ethos of the prevailing technology and thus into sanctioned and regulated competition; (6) a geographichistorical world image as a framework for the young
individual's budding identity; ( 7) a rationale for a
sexual way of life compatible with a convincing system
of principles; and submission to leaders who as superhuman figures or "big brothers" are abO\·e the ambivalence of the parent-child relation. Without some such
IDEOLOGICAL COMMITMENT, however implicit
in a "way of life," youth suffers a CONFUSION OF
VALUES . . . which can be specifically dangerous to
the fabric of society.48
Our four figures from history can illustrate the role of ideology.
Malcolm X needed the simplified perspective which the ideology of
Elijah Muhammad offered him during his period in prison. It gave
him a base, a source of trust, a springboard for investigation and synthesis for his own emerging identity. His mature years show a slowly
growing realization that the vision of his leader was simplified,
although Malcolm never lost the rock bottom faith of his belief in
Islam. Perhaps his visit to Mecca, shortly before his death, in which
he discovered people with white skins were not all devils,49 as well
as his discovery of Elijah Muhammad's duplicity concerning his own
47

Youth: Identity and Crisis, p. 139-141.

48

Jbid. , p. 187-188 (italics mine).
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The Autobiography of Malcolm X, p. 323-342.
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sexual life and the strictness he preached to his followers are the
most poignant evidence of this growth in Malcolm.SO
Gandhi's slow transformation from religious belief to social action
of a political nature never lost the base of that religious belief.51
Slowly he fused political action with religious practice into militant/
non-violence. If one may somewhat treacherously call Gandhi's religion
the ideology which sustained him as he grew, it would not be far from
the mark to say so. One must understand his religion not as a crutch
solely. Rather it was a tool which in itself was transformed into a new
sphere-that of political action.
Ignatius of Loyola's religious beliefs, ideological as they were,52
were the bedrock of his experimentation with mysticism53 and his
emergence as a religious leader. His Church was a "big brother'' whom
he followed loyally and fought with and for with great intensity.
Martin Luther's early struggle for commitment was, like that of
Ignatius, anchored in Catholic ideology.54 That he once said in his
mature years, "a fart in Wittenburg could be heard in Rome"SS is
only evidence that he had an institutional set of values out of which
to work, experiment, and develop a world image. If his final submission was only to God, the submission to his former religious rule, his
father's memory, and his former church, provided the base for his
emergence as a leader not notable for his submission to man.
In returning to the contemporary university campus in search of
ideology of an institutional nature, I for one find little homogeneity.
The simplified world view of which Erikson speaks reduces to "You
Can Get Anything You Want at Alice's Restaurant," to quote Ario
Guthrie. One does find pockets of academe in which professors or
departments pursue truth for its own sake. One finds vital concern for
social issues from black pride, to feminism, to male chauvinism among
students, faculty and administrators. To say that the university offers
a simple world view to the student, unless it be something like,
"Everything will be somehow better when you graduate" would be a
vast over-simplification.
It is the very diversity of dogma and ideology that concerns and
fascinates me. The drug culture, the neo-mystics, the femininists, the
jocks, the technocrats, environmentalists, the Jesus Freaks, the ethnic
Catholics provide only a sampling of ideologies. They provide not so
much an overarching world view as a schmorgasbord.
Ibid. p. 288-317.
Gandhi's Truth, p. 395-409, esp. p. 397.
52 The Spiritual Exercises of Saint Ignatius, p. 139-142.
SJ Ibid., p. 129-134.
54 Young Man Luther, p. 76, p. 178-195.
55 Ibid., p. 122.
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It is at this varied table that the student may pick, test, and
temporarily make his or her own frame of reference for a moratorium
period. Whether students in large part will pick none, and thus provide a good basis for being permanent drifters or automatons in later
life is by no means clear. From an Eriksonian stance it is clear that
to a student, engaged in the laborious process of "getting my shit
together," some ideology is needed for that operation to be a success.
The initiative, in meaningful and extensive form, has not been
taken by the universities. They are too big and too diverse for tha t.
It is our hope that this very bigness will provide a protective if unknowing mantle for some young men and women to choose, howe\'er
briefly, an ideology out of which they may assess the challenge offered
them during the moratorium period-"What have I got and what am
I going to do with it?"

V. The Professor: Strategies for Teaching
The reader will note at this juncture that we have talked of university structure with reference to the student during his or her moratorium period. We have illustrated by way of clarification four young
men who found integration and education in large structures in varying times and circumstances. Precious little has been said about the
professor. In point of fact, the structure as presented seems to leave
the professor in limbo, a sort of appendix, contributing little to the
integrative process of the student. Such is not my intent, although
as a professor I do think that those who really want to learn something will indeed do it with or without us. Are we to be unnoticed
voices shouting wisdom amid the varying tongues of the tower of
Babel? It is indeed possible. It is also possible that today's Babel-like
structure lends itself to a teaching style that may be effective. I offer
some reflections with reference to the Eriksonian seven-fold division
of the period in life characterized by Identity crisis and moratorium
in the structural framework previously described. I think most of these
reflections will center around two key concepts, that of the development of a community within the individual classroom, and that of a
style of course which may be called problem centered.
When one considers temporal perspective in the class·r oom, the
student can well interpret delays in feedback from the teacher as betrayal. For this reason I advocate frequent testing on a regular basis.
Very short individual quizzes or longer group efforts can build trustbetween teacher and class. Among the students themselves the opportunity of a community of trust within the classroom can be offered by
having the class work in small groups of four to six persons during the
classroom periods. The attempt, in terms of trust, is to establish a
climate of cooperation rather than an unduly competitive situation.
Allied to this, by the nature of the small group itself, is an opportunity
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to e:\.-press one's self without the undue time delay so often seen in
Eriksonian theory as equivalent to betrayal. For an introduction to the
small group as an effective learning device I refer the reader to an
earlier article of mine in this same periodical.56
I would add that working in small groups speaks also to the crisis
of self-certainty versus self-consciousness. The small group can provide
a certain kind of cover, reminiscent of student uniforms. Such cover
can provide the uncertain student with a certain security, a certain
willingness to take risks and to experiment in his or her work, a well
known phenomenon in the psychology of small groups, known in the
trade as the "risky shift" phenomenon.57 A certain freedom to experiment with different roles within a small group, especially if it is encouraged by the professor, seems obvious. One can attempt leadership
or followership in a variety of ways depending on the various environments that make up the group, the task assigned, one's individual
expertise and experience in various matters, and one's ability to
analyze. Briefly put, a group of forty students divided into eight groups
offers a greater variety of active roles as well as actual chances for
engaging in the leadership and followership seen by Erikson as so
crucial during the moratorium period.
A certain apprenticeship, a spirit of industry, characterizes a cohesive group. Too often as a teacher, I am confronted with students
who simply become paralyzed with regard to work. I grant that there
are many factors involved, but I submit that given a potentially interesting subject matter, a small group may be a powerful lever in overcoming this paralysis. Sometimes students need a push, literally, to get
into the subject, to groove on it, to overcome the space between themselves and what they may well immerse themselves in, if given the
push. A small group may provide that push. It may provide them with
a chance to avoid bad followership (the blind conformity to the all
powerful, all knowing teacher), or a chance to throw their own
weight around, a certain license, if you will.
It is of interest to me that groups of mixed sexes often discover
new ways of relating to their own sexuality. Male students working
with female students often find themselves for the first time in
their lives relating to their own sexuality. Three male students
working with two female students often find themselves for the first
time in their lives relating to females as co-workers instead of playmates. If there is a male or female bias it surfaces in work-interaction
differently than it does in play-interaction. A young woman, confronted with a difficult task in a group may discover that she can be,
at one and the same time, a leader and a woman. The difficult task
56 Francis L. Gross, Jr. "Using Small Groups in Undergraduate Teaching."
in Perspectives, Fall, 1974, p. 64-7 5.
57 Ibid., p. 73.
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with which the group is confronted can cut through a lot of both male
and female stereotypes. The task demands solution. A curvy female
accustomed to being ogled by her male confreres just might find that
she is the only one in the group that can pull them together in a difficult task demanding powers of analysis that she alone in the group
possesses. A male, confronted with a fractious group, may discover
that he alone can act as the gentle peacema ker. In short, a working
group of mixed sexes, can often discover in a demanding team situation aspects of their own sexuality directly. Last, but not least, this
new aspect might well be appreciated by the group, for it helps get
the job done. As teacher, I am going to grade that job. Most students
appreciate good grades, regardless of how they get them.
After discussing sexual roles, so often involving ideological stereotypes, another point of crisis seems appropriate to mention, that of
ideological commitment .We have discussed , earlier in this paper, a
need for ideological commitment as being especially acute and all
encompassing during the years of identity crisis. From the point of
view of the teacher, such a need cannot be overlooked. To try to teach
a value free discipline makes about as much sense to students as
describing God as a triangle. They are searching for commitment.
They are testing values worth living for. I feel that an undergraduate
course must begin with a problem that confronts them as persons.
I don't care whether the subject m atter is hard physical science, the
social sciences, or that vast array of subject matter that has traditionally come under the heading of humanities. It does not m a tter
whether one is struggling to teach basic English writing skills or advanced mathematics. What they are searching for is an ideology to
test, refine, and live by. If there is no real connection between my
biology class and this search, there will be only scattered genuine
enthusiasm. At this period of life an approach to teaching which
espouses knowledge for its own sake just won't wash.
It is not my purpose here to show just how any given body of
knowledge relates to ideological commitment, but a single example in
my own field might help. If I am to teach the demanding sociopsychoanalytical theory of Erik Erikson, I could take the stance that
any educated person in today's world should know something about
psychoanalytical theory as a part of the mind furniture of an educated
person, a college graduate. Then I just do my level best to cram it into
my students and hope that some of them will find it interesting.
On the other hand, I could take a book by Erikson concerned with
identity and youth and bluntly say, "This man is talking about you."
Then with this as my central point of drive, I would hope to teach
the demanding language and method of this psychologist. Students
will not understand what he is saying about them, unless they become
acquainted with how he works, how he thinks. Such an approach is
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value laden and can lead toward a synthesis of values by which a student may live. Without this pointer to where the student is now, I do
not think I could effectively teach the theory, nor would I find it
very interesting to do so.
If my one example seems to be a bit too apt a subject to teach in
a value laden and problem center approach, let me at least indicate
some others. A study of ancient middle-eastern literature and history,
involving, say the Biblical character of Abraham may remain sterile
unless approached from the vantage point of Abraham as a man struggling with the problem of religious belief. In such a course it might be
well to say, "That man is you! Understand his struggle and you may
fiind some light for your own." A study of biology might well be
framed in the ambience of contemplative wonder for the intricacies of
the world of living things. A sense of contemplation and marvelling
has to do with a personal sense of direction-and that is a problem
laden with personal value. The implications for the destruction of
life, the precarious balance of natural organisms so easily thrown off
by the tinkering of man is another value laden and problematical
issue that can touch the individual student.
Lest such an approach be seen as a selling out of solid technique, a
cheap moralizing under the name of psychology, history, biology, or
whatever discipline, I ask only why should this be so? I see it as an
honest motivational factor, truly educational in itself, which cou,ld
well drive a student into the hard work of mastering, or delving deeper
into, the field in question and indeed also out of that field into others.
And so, I say in conclusion, here in our tower of Babel, amid a
richness of different student languages, a truly gigantic and impersonal,
if respectable structure, the teacher might well confront and use those
differing student voices, that very impersonality, that permissiveness.
I suggest, in an Eriksonian stance, courses that are problem oriented,
value laden, and centered around small group learning technique.
This year, or these years, may have some redeeming features for
learning ... and some of those features just might be in the classroom.
The prospect of a future Ignatius, Martin Luther, Mohandas Gandhi
or Malcolm X, whose dynamic fusion took place in the classroom,
rather than in spite of it, is food for thought.
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Studies, Programs, and
Good Intentions
The University and the Urban Crisis;

Volume 2, Community Psychology Series,
Edited by Howard Mitchell and Daniel Adelson;
Behavioral Publications, N.Y., 216 pp., August 1974.
This small book sponsored by the Division of Community Psychology of the American Psychological Association , presents thirteen university-based personnel who consider the unique position of the university
in sharing its expertise for solving the social problems of the urban
community.
Howard E. Mitchell has brought together writings from a group of
psychologists, university administrators, and a social psychiatrist who
present their field experiences and viewpoints of the urban crisis.
The individual papers reflect a seriousness of purpose through
attempting to develop a viable theory of community psychology. Given
the opportunity of providing these "valuable" services in intervention
projects throughout the country, the process becomes questionabl e
when one considers the 1966 results of a Louis Harris poll which
shows that public confidence in higher education was at the 61 % level
then as compared to a low of 33% in 1972.
Part I consists of the inaugural address of Warren G. Bennis a t
the University of Cincinnati. Part II develops the historical background of the Human Resources Center, University of Pennsylvania
and proceeds with two more papers describing a program which was
designed to develop leadership skills with educationally privileged
women and the other, with leaders of disadvantaged communities.
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This section of the book then concludes in describing the way in
which Temple University has worked with the urban crisis and the
role of professionals in a system coping with the values of society and
the community as a whole.
Part III includes the work of those who are directly involved in
the training of psychologists and the dilemmas which are experienced
due to the use of inappropriate organizational base. Corbett and
Levine then present suggestions for community service models that
facilitate teaching and learning through service. For those profes~
sionals who have little or no experience in university involvement with
the community, this is an important contribution and practical guideline analyzing the ways in which benefits could be derived from a systemized analysis of the university and the community to be served.
However, in this section, Ira Goldenberg's paper, which was presented
to the American Psychological Association on September 5, 1971, critically evaluates community psychology programs by formulating three
important implications in the development of academically based
community psychology programs:
1. That we begin to take very seriously the socio-political implications of the conditions which gave rise ,to the community health
movement in the first place.
2. That we begin to devote our time and energy to the task of
developing alternative and institutional models in which the
rhetoric accompanying the concept of community health is translated into a viable internal reality rather than some on-going mythology that is, at once, both soothing to its creators and infuriating
to people in the community.
3. That we commit ourselves to studying, understanding, and changing our own settings (i.e., the university), and to accepting the
risks that will invariably follow all such attempts.
Part IV "A Social Psychiatrist's Point of View" by Leonard J.
Duhl is an exceptionally perceptive and humanistic approach. He
stresses the need for a core of competent scholars who are capable of
recognizing multiple avenues and alternatives in considering solutions
to problems faced by our institutions, government and society.
Part V which is merely some demographic materials relating to
Philadelphia and its institutions of higher learning seemed to be an
afterthought and therefore of little value to those readers who are
not directly involved with the programs in that area.

*

*

*

Throughout the 1960's the university community envisioned itself
in the forefront of educational and social reform. Federal programs
and funding encouraged this concept. As we review the past and evaluate the 1970's, the idea that we would achieve equality in education
and lessen the problems in society has never really been fulfilled and
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the balloon of optimism has burst. We can now ask the question: Even
with all of these efforts, why has the state of the nation, the schools,
and society deteriorated to the point that we must cope with the
current query of what went wrong?
Studies, programs, and good intentions, such as those presented
in this book, appear to have little effect upon the quality of life
throughout the nation. Perhaps it is a note of warning when Leonard
Duhl stresses that unless the university actively considers to become a
part of the total social scene, change may be our "twentieth or twentyfirst century dinosaur."
The University and Urban Crisis is a readable book. It should
prove of interest to inexperienced professionals, college students, and
people who would like to obtain a quick review of a few universitycommunity based programs. Its main deficiency is a lack of continuity and ineffective transitions from one essay or speech to another.
On page 12 in the preface the editor indicates tha t the purpose of
Volume II is to assist in the development of "a viable theory of community psychology and/or a better definition of community psychology." If such a purpose was intended, then it becomes apparent that
the voluminous contributions by sociologists and cultural anthropologists have been ignored.
While we do appreciate the American Psychological Association' s
willingness to share many of these experiences, the urban crisis, like
the academic crisis, can only be mitigated when scholarly publications
acknowledge the inter-relationships between fields of study and knowledge. Because this review is being prepared for a journal devoted to
inter- and trans-disciplinary interests, I feel an obligation to criticize
the lack of acknowledgement of the linkages between disciplines as well
as the need for employing a cooperative base for the dilemma within
the university and the urban crisis. The example by Frank Corbett and
Murray Levine comes closest to an interdisciplinary approach in "University Involvement in the Community."
In recent years, the professional literature has been proliferated
with materials pertaining to higher education and yet, in references
submitted at the end of each portion of the book, the most current
reference was dated 1971. This is indeed an incomplete representation
of materials pertinent to those becoming increasingly aware of the
university and urban crisis.
This book provides some ideas which raise many questions. Those
in community psychology need to focus on the issues set forth in the
paper by Leonard Duhl as well as the contributions of a trans-disciplinary approach to the university and the urban crisis before a viable
theory of community psychology can be developed.

G. M. Greenberg
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